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Abstract  
This study presents the change from traditional practices to inclusive practices in a school in its transformation process of 
becoming an inclusive intercultural school. The research issue arose from the need to transfer the changes derived from this 
model to classroom dynamics. Methodologically, it consists of a case study that analyses how the action research processes 
developed in the training seminar carried out by the teaching staff facilitate inclusive practices in the classroom. As results, we 
should highlight the implementation of inclusive practices in the majority of the classrooms, the change of perception of the 
educators as researchers into their own practice. In conclusion, we highlight improved communication, collaboration between the 
teaching staff and a greater opening out to the community. 
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1. Introduction 
This paper starts from the project for a doctoral thesis that studies the reality in an educational centre in its 
transformation process towards the inclusive intercultural model. It is a case of a CAES (Centre for Singular 
Educational Action) located in the outskirts of a town near Castellon (Spain). The district has a poor reputation in 
the town and in consequence, so does the school. It is a marginal zone full of public protected housing, mainly 
inhabited by persons from North Africa. There are no libraries or leisure areas in this part of the town, but we can 
find the drug dependency office, social services, etc. here.  
There are three main issues facing the school. The poor performance of the pupils, the limited and/or poor 
relationship with the families and the bad reputation of the school in the town, due to the pupils it admits. With 
respect to the poor performance of the pupils in the school, in the majority of cases this is associated with the lack of 
knowledge of the language, given that 90% of the pupils speak Arabic and in the school they have to speak 
Valencian and Spanish. With respect to the limited or poor relationship with the families, this can be explained by 
various factors. In the case of the Arabian families the relationship is almost non-existent because they cannot 
communicate with the teaching staff. It is usually the mothers who come to the school to speak to the teachers, but 
they do not speak Valencian and understand very few words of Spanish. In the case of the 10% of the families of 
Spanish origin from the district who do understand the language, the relationship is generally deficient. They do not 
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trust the teaching staff and in the majority of cases maintain poor behavior in the centre. Finally, the poor image of 
the school in the district is an aspect that mainly concerns the teaching staff.  
These circumstances have lead the teaching staff of the school to consider the necessity to transform its reality 
and create a school for everyone. At the beginning of the 2011-2012 course they decided to transform the centre into 
an inclusive intercultural school. The teaching staff, pupils and families began to imagine together the school they 
would like to have. Among the dreams of the community, in this paper we will concentrate on the improvement in 
classroom practices. This is a shared dream for the teaching staff and the families that answers the necessity to 
improve the performance of the pupils and contribute to the participation of the families in the school. As Gómez 
(2004) explains, the classroom is a space shared by the members of the community, where educational actions that 
foster transformation become a reality.  
Therefore, the classroom is a space where issues that are emerging in the centre’s transformation process blossom 
and become a reality. However, although a part of the teaching staff of the school express their interest in bringing 
the values that are involved in the type of school that they want into classroom practice, they feel they lack sufficient 
training to do so.  
  
2. Change in classroom practice: The training seminar 
Although an improvement in performance is a dream for all the teaching staff and the families of the school, it 
has been difficult for the majority of teachers to incorporate these changes into their practice. In February 2012, the 
first cycle teachers began to implement inclusive practices with the families’ participation. However, in April 2012 a 
large proportion of the teaching staff had not yet incorporated any changes and were still carrying out practices far 
removed from inclusion. This is not an unusual situation, but rather, the literature on the subject already indicates 
the lack of tools available to teaching staff to provide an answer to diversity (Essomba, 2006). For this reason, the 
teaching staff of this school requested training in order to learn about the techniques that they could apply in their 
classrooms and so achieve an improvement in the pupils’ performance.  
Under these circumstances, with the need for training that was specifically stated among a proportion of the 
teaching staff and with the experience of the persons who were innovating in their classrooms by seeking to improve 
their pupils’ results, they decided to hold a training seminar based on participatory action research to implement the 
changes in the classroom and improve teaching practice.  
Action research makes reference to a series of strategies implemented to improve the social and educational 
context within which it is developed (Latorre, 2003). For Lewin (1946), research, action and training are three 
essential elements for professional development. The training of teaching staff requires observation of action and 
investigation to resolve the issues that arise in our practice. Latorre (2003, p.24) defines action research as “a 
practical investigation carried out by the teaching staff, in a collaborative way, with the aim of improving their 
educational practice through cycles of action and reflection”.  
In the action research seminar the aim was to improve the practice carried out in the classroom through 
educational collaboration. In this sense, the seminar became a training and reflection area for the teaching staff. It 
began at the end of April 2012 and finished at the end of June 2012. Five training sessions were held during this 
period. The first and second sessions were given by some of the infant school teachers and they explained what was 
involved in the study projects. The teaching staff were aware of this method, but during the course there had been 
very few primary school teachers who had implemented study projects. The aim of the study projects is for the 
pupils to play a leading role in their learning process. To this end, the pupils take on an active and reflective role in 
their learning process and in the build-up of the project. They have to reason out and be capable of building their 
own learning processes. In the first session, the teachers explained the phases of the study projects and how they 
implemented them. The rest of the teaching staff participated from the very beginning, asking about the doubts that 
occurred to them and manifesting their concerns and uncertainties. The training session became an area of reflection, 
collaboration and support among the teaching staff.  
After this session, the teaching staff requested that the second meeting should also be devoted to study projects. 
In this session, the teaching staff asked questions about the study projects to understand how a project could be 
3329 Paula Escobedo et al. /  Procedia - Social and Behavioral Sciences  116 ( 2014 )  3327 – 3331 
implemented in their class. Before the end of the second session, the head teacher of the centre asked whether they 
could reach a compromise, so that these training sessions could become actions related to the type of school that 
they wanted. The head teacher proposed establishing a commitment that all the teaching staff should carry out three 
study projects during the following course. However, not all were convinced and they proposed making a 
commitment to carrying out one project during the following course.  
The third session was prepared by the teachers of the first cycle. They had begun to introduce new techniques 
into their classrooms from the beginning of the transformation. They had introduced interactive groups, dialogic 
circles and cross-level reading. But the most interesting part of their experience was that from February onwards, 
they requested the participation of some families so that they could come into their classrooms. 
In the training session they had prepared they also invited the mothers who came into their classes to explain their 
experiences, although in the end only one mother was able to attend the training session. The mother expressed a 
very positive opinion of the experience and stated that the language issue was a handicap to coming into the 
classrooms. However, this did not represent any difficulty for the teachers, and also facilitated the learning of the 
language for the mothers. 
The most highly valued aspects of the experience were the increased motivation of the pupils, the improvement 
in the climate of coexistence in the classroom and the varied knowledge that they had acquired through these 
techniques that they would not have been able to attain by working as they had done before. For example, the co-
operation between pupils, the stimulation of independence, etc. They also highlighted certain negative aspects, such 
as the rigidity of the school timetables and the need for these to be more flexible for the following course. They 
would also like more adults to come into their classrooms for the following course. As a result of this session, some 
teachers showed an interest in going to their classes to see how they worked and also to collaborate in the activities 
they were carrying out. In this session, a commitment was made for all the people to go into one of the infant school 
or first cycle primary school classrooms to participate in the sessions or observe how the study projects, the dialogic 
circles, the interactive groups and cross-level reading were implemented.  
In the fourth session the teaching staff who had gone into the infant school or primary classes shared their 
experiences. The result of the observations made ended in the teaching staff making small, voluntary commitments 
to implement changes in teaching practice from that time until the end of the course. So some teachers who had 
initially indicated their resistance to implementing these practices, ended up carrying out dialogic circles, interactive 
groups and study projects.  
In the fifth session, the experiences of a large part of the teaching staff were shared, after they had implemented 
changes in their practices for them to be inclusive. This was a session in which many pedagogic aspects of teaching 
were discussed. At the end of the session, commitments were made in each of the cycles to carry out inclusive 
practices in the following course. In the infant school stage, the commitment was acquired to continue carrying out 
study projects; to incorporate the “star of the week” activity, stimulating the entry of the families into the classroom; 
to carry out dialogic circles in five years; to incorporate cross-level readings, so that pupils from superior cycles 
could go to their classroom to read them a story. In the first cycle of primary school, they made a commitment to 
maintain the dialogic circles and the interactive groups, as well as to carry out study projects in nature studies. In the 
case of cross-level reading, they committed themselves to doing this with other cycles as well. In primary school 
second cycle, they committed themselves to carry out study projects during the course, to implement interactive 
groups, dialogic circles and cross-cycle reading. In the case of the third primary cycle, as the teaching staff that 
teaches these courses is to change and we do not know the persons who will arrive for the coming course, no 
commitment was made. Nevertheless, there is a commitment from the centre whereby it is established that the 
inclusive practices will be promoted throughout the courses, together with the pupils. In this way, by the time the 
pupils from the second cycle pass on to the third cycle, the teachers should be working in the classroom with the 
inclusive practices that were also implemented in the second cycle. 
3. Results 
Although the principal results of the experience were the implementation of inclusive practices in the majority of 
the classes in the centre, other changes also appeared as a result of the seminar. In the first place, the whole teaching 
team began to be aware of the practices that were being implemented in the school. Moreover, they began to 
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recognise and appreciate the work of colleagues who were implementing practices in favour of the school they were 
seeking to build. In the majority of cases, this recognition was accompanied by collaboration and support from the 
teachers in order to implement changes in the classroom.  
Secondly, the attitude of the teaching staff also changed. As well as carrying out educational practices, the 
teaching staff became researchers into their practice and that of their colleagues. The seminar meant that inclusive 
experiences also became infectious, colleagues were challenged with constructive criticism and the teaching staff 
accepted responsibility for the changes that had been achieved in the classroom. 
Moreover, shared projects between the teaching staff of the different cycles arose from the seminar and a 
reflection was made on the need for the school to learn from and combine objectives that should propitiate a real 
change in order to attain a response to the necessities of all the members. In this sense, the training seminar became 
a point of reference for the teaching staff of the centre. An area for sharing practices to seek to stimulate inclusion 
from the classroom.  
Another of the improvements encouraged by the seminar was the opening out to the community. With the 
families’ entry into the classrooms, they broke with the rigid structure of the school context and with the belief that 
“who teaches is the teacher”. In the experiences that the first cycle teachers explained, the families were seen as an 
important part of the educational community that also favoured the learning process of the pupils. This aspect also 
involved a change in the low expectations that we had of the families and propitiated greater participation from them 
in the centre. The idea defended by Alcalde and coll. (2006), that the school should create channels of relationship 
between the centre and the families was encouraged.  
Moreover, collaborative work, both between teachers and between the families, pupils and teaching staff within 
the classroom, has implied a dialogic learning process in itself. In the case of the teaching staff, the relationship of 
equality was a reality in the training sessions, although explicit reference was not made to this. It could be that due 
to professional rank (all are teachers), the established structure and culture do not make so much of a distinction 
between one and another. In the case of the families who entered the classrooms, the teachers remarked many times 
that all the persons in the classroom were equal, and at all times they sought to stimulate egalitarian dialogue.  
However, although the seminar was a driving force to begin to change classroom practice, it has been difficult to 
incorporate these practices into all the classes in the school. After becoming aware of the practice situation during 
the first trimester of the 2012-2013 course, we can state that little by little the commitments made in the seminar are 
reaching the classrooms. It is true that there is a part of the teaching staff that is very active and is carrying out all 
the practices to which they had committed themselves. But there are still practices that have not reached all the 
classrooms. The interactive groups are the only practices that have been implemented in the whole of the centre. To 
this end, the head teachers created a flexible timetable so that there would be sufficient personnel in all the 
interactive group sessions for them to be carried out. As the participation of people from the neighbourhood and 
family members is a long term objective, for the moment the interactive groups are attended by the teaching staff 
themselves. 
4. Discussion 
In conclusion to the sessions that were held in the seminar, we should highlight the teaching collaboration as a 
positive factor for the generation of inclusive practices. As Saiz (2009, p.23) states, “exchanging experiences allows 
us to teach and learn from the errors and successes of the rest. It is a necessity that allows us to move forward more 
quickly towards inclusion without continually having to start from scratch”.  
Moreover, this experience is bringing about greater support and collaborative assessment in the centre from the 
human resources of the centre itself, receiving the help of the members of the community and the assessment of 
other people who have come to form a part of our experience.  
The transformation of this school into an inclusive intercultural model is still in the very early stages. This could 
be one of the reasons why we are encountering contradictions between the changes that have been generated in the 
centre and what seems to have been limited movement in the classrooms to date. However, as it is a school that is 
just starting along this road, many positive aspects that contribute to inclusion have already been found. 
Collaborative work among the teaching staff has been stimulated, as well as innovation in the classroom, focusing 
on generating inclusive practices, using varied methodologies and seeking solutions in the face of difficulties. (The 
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teaching team of the CEIP Folch i Torres, 2009). Moreover, the relationships of the families with the centre have 
improved and efforts are made to attend the diversity of the pupils from inclusive practices.  
In conclusion, we highlight the fact that the reconsideration of classroom practices promoted changes in the 
educational concepts of some teachers, although these changes did not also cause a reconsideration of the 
educational concepts of the teacher in all cases. For this reason, we have taken this initial phase of the 
implementation of the seminar as a starting point for the research to analyse the changes in the educational concepts 
of the teaching staff in this school.  
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